Iran. This study aimed to make a comparison between the attitudes of Iranian EFL learners towards speech acts and the actual content of their textbooks. To this end, a descriptive and survey-based design was employed. A questionnaire was distributed among 100 first-year high school students in four schools. The first-year high school English textbook was also carefully analyzed with respect to the different types of speech acts. A comparison was made between the results obtained from the questionnaire analysis and the results of the content analysis of the textbook, which revealed the fact that the students generally had a positive attitude towards the teaching of speech acts. On the contrary, they rated the Language Functions Section in their textbook to be ineffective in terms of the teaching of speech acts. A closer examination of the dialogues in the Language Functions Section revealed that the range of speech acts covered in the textbook is extremely limited. These findings show that there are gaps between the Iranian learners' perceptions and the actual content of their textbooks. The findings can be useful to the textbook designers as well as language teachers.
I. INTRODUCTION
Course books and the teacher are considered to be the main sources of input in EFL contexts. Nevertheless, studies have demonstrated that course books fall short of including the necessary input. This is especially true in the case of authenticity and coverage of important aspects of speech acts (Vellenga, 2004 ). Speech acts is not a new topic. In fact, they have been popular since they emerged in the late 1960s. The framework offered by Canal and Swain, which is a framework of communicative competence, caused a revolution in the field of language teaching by helping communication to be regarded as the ultimate goal of language learning. This led to speech acts coming into focus again because speech acts are the functions of language. Being a popular topic in the field of language teaching, speech acts has been offering research opportunities since the number of problematic areas in the process of teaching speech acts is on the rise, which necessitates clarification by further research (Baleghizadeh, 2007) .
II. REVIEW OF THE RELATED LITERATURE

A. Arguments for Using Textbooks
The researchers who emphasize on the necessity and usefulness of textbooks can be said to fall into two groups. The first group of researchers argues that textbooks are a psychological need for teachers and learners alike. For example, Hutchinson and Torres (1994) suggest that the textbook is an almost universal element of English language teaching without which any teaching-learning situation is practically incomplete. Haycroft (1988, as cited in Amiryousefi & Ketabi, 2011) believes that students see textbooks as being useful to the measurement of their achievement and progress. Similarly, Sheldon (1988, as cited in Amiryousefi & Ketabi, 2011) believes that from the learners" perspective, textbooks have more validity and credibility compared to in-house materials. Also, textbooks are cheaper and more accessible than such materials and require less preparation time. Therefore, textbooks can reduce cognitive and occupational loads on both teachers and learners. Textbooks also can be useful in providing novice teachers with a sense of security, guidance and support (O"Neill, 1982) .
The second group of researchers argues for the necessity of textbooks because they see the textbook as a repertoire of materials, exercises and activities, a reference source, a pre-determined syllabus, and a source of creativity which reflects research findings and learners" needs. This group believes that textbooks are systematic and thus give teachers and students an overall view of the course and syllabus, and also can inform them of where they are in the course at present and where the course is going, while teacher-made materials are normally prepared weekly and are more likely to lead to a gap and lack of systematicity in both teaching and learning (Harmer, 2001 ). Textbooks also offer new activities and methodologies to which teachers can add local data should they find it necessary. In this way, textbooks can stimulate, change and expand teachers" repertoire (Harmer, 2001 ).
B. Textbook Evaluation
According to Tomlinson et al (2001) , as an activity in the field of applied linguistics, textbook evaluation enables teachers, supervisors, administrators and materials developers to make judgments about the effects of materials on the end-users; i.e. learners. McGrath (2002) believes that textbook evaluation is important for the development and administration of language learning programs.
The primary goal of learning English in Iran is to help promote a universal understanding by familiarizing students with science, literature, and art of English speaking countries and providing them with a mean of finding and accessing sources of information in English (Birjandi & Soheili, 1982, as cited in Rahimi & Hassani, 2012) . Failing to achieve these goals in Iranian language classes has caused the national EFL curriculum to be carefully scrutinized in order to find the sources of the demotivation of students and the reasons behind the failure of language programs in Iran. Research findings suggest that one of the sources of the inefficiency of the EFL curriculum in Iran is the English textbooks (Rahimi, & Nabilou, 2009 ), which serve as both the syllabus and main guideline for English teachers.
Textbook evaluation studies in Iran have focused on investigating the inefficiency of language teaching materials from teachers" perspective (Moradi, 2008, as cited in Rahimi & Hassani, 2012) . However, the attitudes of students towards their EFL textbooks have been ignored in the evaluation of materials in Iran. Any language policy and planning needs to take into account the attitudes, needs, and interests of the target group for whom a textbook is designed (Lewis, 1981 cited in Baker, 1992, as cited in Rahimi & Hassani, 2012) .
A few studies have been carried out in Iran in order to evaluate textbooks. For example, Yarmohammadi (2002) found that high school textbooks suffer from a number of shortcomings, such as ignoring oral skills and the interchangeable use of English and Persian names. Ansary and Babaii (2002) provided an outline of the common core features of standard EFL/ESL textbooks, and reached the conclusion that not every textbook would have these features. Amalsaleh (2004, as cited in Azizifar, 2010) investigated the representation of social factors in both junior and senior high school textbooks and showed that textbooks present stereotypical views of females and males in society. Rahimi and Hassani (2012) investigated Iranian high-school students" attitude towards their EFL textbooks and its role in their attitude towards learning English as a foreign language and found that in general students do not have a positive attitude towards their English textbooks.
C. Needs Analysis in EGP (English for General Purposes) Courses
Compared to ESP (English for Specific Purposes) courses, general English courses do not show much concern for learner needs because it is wrongly assumed that specifying the needs of general English learners is not possible, and partly because there is a dearth of literature on the practicalities of analyzing the data obtained from Needs Analysis in the context of general English (Seedhouse, 1995) . The results of a study by Seedhouse (1995) revealed that the primary reasons for the learning motivation of the Spanish students in EGP courses were psychological and social. His study shows that students in EGP courses have a clear understanding of what they need, and that findings from Needs Analysis could be useful for EGP course design, classroom implementation, and evaluation. Seedhouse"s study helps validate Nunan"s (1988, as cited in Liu et al, 2011) and Richards" (1990, as cited in Liu et al, 2011) stance on the issue. They both believed that it was possible to discern the needs of students in EGP courses through the application of Needs Analysis in EGP courses.
D. The Importance of Learner Preferences in Textbook Designing
Bell (1983, as cited in Nunan, 1988) claims that while some teachers freely design the syllabuses they use in their teaching programs, most teachers are mainly consumers of other people"s syllabuses. Their role is mainly to implement the plans offered by applied linguists, government agencies, and so on. Considering the fact that the syllabus imposed by the textbook has a close relationship with what the teacher does in the class and how she does it, it is important to design the textbook in a way that will encourage the teaching of the material in such a way that will ensure maximum language acquisition. In so doing, it is important to take into consideration the preferences of learners in the designing of the textbook and classroom activities so as to increase the learners" intrinsic motivation.
E. Speech Acts
The British philosopher J.L. Austin proposed the speech act theory, which was later developed by another philosopher John Searle. Austin"s initial insight was that people do not simply make statements that can be judged as "true" or "false", rather, they use language to perform actions that have an impact in some way on the world. The concept of performative utterance was developed in the 1950s by Austin. He distinguished between two kinds of utterances: constative utterances and performative utterances.
Constative utterances make a statement, describe a state of affairs, and are either true or false. An example of a constative utterance is: "John promised to pay me." Performative utterances are not true or false and actually perform 346 THEORY AND PRACTICE IN LANGUAGE STUDIES the action to which they refer. For example, the utterance "I promise you to be there." performs some action, namely the act of promising (Culler, 2000) . Both Austin and Searle (1969, as cited in Culler, 2000) tried to classify speech acts into different categories, and to identify the "felicity conditions" for the successful performance of a speech act (Schmitt, 2002) . Based on Austin's (1962), and Searle's (1969) theory, Cohen (1996) identifies five categories of speech acts based on the functions assigned to them:
 Assertives / Representatives commit the speaker to something being the case.  Directives try to get the addressee to perform an action.  Commisives commit the speaker to doing something in the future.  Expressives express how the speaker feels about the situation.  Declarations change the state of the world in an immediate way. (Jaworowska, 2012) . John Searle helped improve the classification of speech acts based on a distinction between two "directions of fit" between language and reality -from word to world, and from world to word. Assertives have a word-to-world direction of fit; directives and commisisives have a world-to-word direction of fit; Expressives have no direction of fit; and Declaratives bring about the fit between word and world as long as they are performed successfully (Smith, 2003) .
F. The Importance of Speech Acts in Language Learning
Some students are able to produce sentences that are grammatically well-formed; however, being grammatically correct does not necessarily mean that their well-formed sentences are appropriate for the context within which they are employed. An example of a learner, who has an acceptable level of grammatical competence but lacks the skill to communicate appropriately, is one that in response to "Could you open the window?" says "Yes, I could." (Baleghizadeh, 2007) . The present study seeks to answer the following questions:
Research Question 1: How effective are speech acts in the learning of English from the perspective of Iranian high school students?
Research Question 2: How effective is the Language Functions section of the textbook in the learning of English from the perspective of Iranian high school students?
Research Question 3: What is the range of speech acts taught in Iranian high school textbooks?
III. METHODOLOGY
A. Participants A total of 100 first-year high school students whose ages ranged from 15-16 participated in this study. The participants were all bilingual speakers of Turkish and Persian. All participants were male and were randomly chosen from four high schools.
B. Design of the Study
A descriptive, survey-based design was employed in this study. A translated version of the questionnaire in Persian was distributed among the participants, which included Likert-type items. Afterwards, the Language Functions Section of the first-year high school English textbook was analyzed. Finally, a comparison was made between the results of the textbook analysis and the perceptions of the first-year high school students.
C. Materials
The questionnaire used in this study was divided into two parts. The first part presented the students with different samples of speech acts along with example dialogues. 10 questions followed the sample speech acts to provide the students with the opportunity to express their attitudes towards speech acts by answering Likert-type questions.
10 Likert-type questions were included in the second part of the questionnaire, which were intended to elicit their attitudes toward the actual content of their textbook; i.e. the Language Functions Section in their textbook.
D. Procedures
After obtaining the permissions from the Ministry of Education, the questionnaire was distributed in four high schools. The first version was pilot-tested with 15 participants. The second version was pilot-tested with 25 students and distributed among other high schools. The first-year high school textbook was analyzed in terms of the range of speech acts. Finally, the results of the questionnaire analysis were compared to the results of the textbook analysis. The data analysis results were also double-checked by another coder, which showed that the inter-rater reliability was 95%.
IV. DATA ANALYSIS & RESULTS
A. Descriptive Statistics for Research Question 1
The results of questions 1-10 in the questionnaire, which represent the first macro-category; i.e. "the effectiveness of speech acts in language learning from learners" perspective" are demonstrated in Table 1 . As Table 1 shows, most of the students" responses are distributed in the effective end of the continuum. The difference between the number of the responses rating the teaching of speech acts as effective and the number of those rating them as ineffective is significant. Table 2 presents the percentages for questions 1-10 in the questionnaire. As Table 2 shows, the percentages of the responses rating the teaching of speech acts to be effective (76.7%) are significantly higher than the percentages of those that rated them to be ineffective (14.2%). The results of the analysis of questions 1-10 in the questionnaire are demonstrated in Fig. 1. Fig. 1 illustrates the results presented in the third row of Table 1 which merges the percentages in the second row of Table 1 . As both Table 1 and Fig. 1 demonstrate, 76.7% of the responses rated the learning of speech acts as being effective in the overall learning of English and 14.2% considered them as being ineffective. 9.1% of the responses were indeterminate.
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B. Descriptive Statistics for Research Question 2
The results of questions 11-20 in the questionnaire, which represent the second macro-category; i.e. "the effectiveness of the Language Functions Section of the textbook in language learning from learners" perspective" are demonstrated in Table 3 . As Table 3 shows, the number of responses rating the "Language Functions Section" as being ineffective is significantly higher than the number of those rating it as being effective. As Table 4 shows, the percentages of the responses rating the Language Functions Section as ineffective (62.1%) are significantly higher than the percentages of those rating them as effective (20.4%). The results of the analysis of questions 11-20 in the questionnaire are illustrated in Fig. 2 . As both Table 4 and Fig. 2 show, only 20.4% of the responses considered the "Language Functions" section of the textbook as effective, while 62.1% rated Section F as ineffective in the learning of English. 17.5% of the responses were indeterminate.
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C. Descriptive Statistics for Research Question 3
The types of speech acts in the Language Functions Section of all nine lessons are presented in the Tables below. As Table 5 shows, most of the speech acts in the dialogues in lesson 1 are of two types: Asking and answering questions. The speech act of requesting is not the focus of the lesson. The speech act of introducing has been briefly touched on. As Table 6 shows, the dialogues in lesson 2 consist of only two types of speech acts, namely asking and answering questions. Table 7 shows that there is no speech act other than asking and answering questions in the dialogues in lesson 3. Table 8 shows that the speech act of granting a request, which can be considered as part of the speech act of requesting, is systematically taught in the Section F of lesson 4. As Table 9 shows, the speech act of identifying is taught in the first part of the Section F of lesson 5, but the second part (conversation in context) mostly consists of only two types of speech acts, i.e. asking and answering questions. As Table 10 shows, all of the dialogues in lesson 6, Section F consist of the two speech acts of asking and answering questions. The speech act of describing overlaps with the speech act of answering the question in all of the dialogues. Table 11 shows that the speech act of requesting is systematically focused on in lesson 7, Section F and the speech act of thanking is only present because it is required in the dialogue rather than being taught systematically. As Table 12 shows, the only types of speech acts used in the dialogues lesson 8, Section F are asking and answering questions. In one instance, the speech act of guessing overlaps with the speech act of answering a question. As Table 13 shows, most of the speech acts in the dialogues of lesson 9, Section F fall into the categories of asking and answering questions. The few instances of other speech acts embedded in the dialogues are not systematically taught.
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V. DISCUSSION & CONCLUSION
THEORY AND PRACTICE IN LANGUAGE STUDIES
The first research question was how effective speech acts are in the learning of English from the perspective of Iranian high school students. 76.7% of the responses rated the learning of speech acts as being effective in the overall learning of English and 14.2% considered them as being ineffective, so the answer is that students consider the teaching of speech acts as being highly effective in their learning of English.
The second research question was how effective the Language Functions section of the textbook is in the learning of English from the perspective of Iranian high school students. Only 20.4% of the responses considered the "Language Functions" section of the textbook as being effective, while 62.1% rated this section (section F) to be ineffective. This means that the majority of the students consider section F to be ineffective in the learning of English.
The third research question was what the range of speech acts taught in Iranian high school textbooks is. The examination of the dialogues in the "Language Functions" section of the textbook revealed that the speech acts used in these dialogues are extremely limited in range. Asking questions, answering, describing, identifying, thanking, introducing, requesting (granting/rejecting a request), offering (rejecting/accepting an offer), and guessing are the only kinds of speech acts some instances of which have been embedded in the dialogues in this section. Moreover, only one type of speech act has been systematically introduced to the students, namely requesting. The great majority of the speech acts in the dialogues in this section are asking and answering questions. The few instances of other speech acts (aside from requesting) are not systematically taught and are present in some of the dialogues only because they are required in that particular dialogue. Moreover, most of the dialogues are organized around topics rather than speech acts. While the teaching of speech acts can help the learners to perform a variety of speech acts in different situations, the organization of dialogues around topics limits what the students can talk about. The number of the topics/subjects one can talk about is extremely broad and an attempt to capture them all seems to be rather impractical. The common types of speech acts, however, can be extended to various situations and have more benefits for the learners as their responses have demonstrated. Speech acts can be practiced in role playing tasks, which can be highly motivating both in providing the students with the opportunity to practice speech acts and in their potential to be performed in the form of motivating role playing tasks.
What is common among most of the dialogues in the "Language Functions" section of the textbook is that neither the interlocutors nor the context has been specified in the dialogue. Indetermination of context in the dialogues can affect even the simplest dialogues. For example, this can cause the dialogue in lesson 1, in which one of the participants is enquiring the first name and last name of the other participant, to sound artificial because such a formal exchanging of information is limited to certain formal contexts and is rarely used in everyday life. This and the drawbacks that will be pointed out could have contributed to the poor rating of these dialogues by the students. Below, the dialogues in the "Language Functions" section of the textbook are examined more closely:
Lesson 1: In the section F of lesson 1, four types of speech acts have been used in the dialogues, the majority of which are asking and answering questions. The second dialogue seems to aim at teaching two new words, "first name" and "last name", both of which appear in the vocabulary list. This is evident through the repetitive use of the two words as in "My first name is Ali." rather than giving a short answer such as "Ali". The first and second dialogues intend to talk about a specific topic (asking someone"s name) and make use of the relevant vocabulary (name, first name, last name) and formulaic expressions such as "Excuse me" and "What"s your name?" The proper usage of "Excuse me" is not highlighted, unless the teacher points out that it can be used before making a request so that students do not wrongly assume, through literal translation, that it is used for apologizing.
The third and fourth dialogues are organized around a topic (how to begin a conversation on the phone), but they do not attempt to specify the kinds of speech acts used in this situation. The third dialogue ignores other possibilities such as rejecting the request or giving a negative answer such as "Sorry, he"s not available". Both "may" and "could" in dialogues 3 and 4 are modal verbs. The students are already familiar with the word "may" from guidance school, but the author has used this situation to remind the students of the usage of "may" and at the same time to introduce a new usage for "could". The students become familiar with "could" as the past form of "can" in the first lesson in high school, but are never directly taught that "could" can be used to make requests. This usage of "could" in dialogue 4 does not match with what students have learned about "could" in lesson 1 as meaning "the ability to do something in the past".
The fifth dialogue can be roughly categorized as an speech act; i.e. introducing, but it is far from being comprehensive, because there are a number of different ways in which one can introduce two people to each other.
Lesson 2: Neither of the two dialogues in lesson 2 is based on speech act types. They are merely a set of questions and answers whose primary purpose seems to be the use of "wh" question words to ask questions about someone else. What"s more is that the situation presented in of the dialogues is uncommon. For instance, the first dialogue talks about a Japanese person who is a teacher in Iran, which can be readily understood from the street name (Azadi Avenue). This could make it difficult for students to connect with the dialogues.
Lesson 3: Just like the dialogues in lesson 2, the dialogue in lesson 3 revolves around questions and answers. No information has been given on the place of conversation or the interlocutors.
Lesson 4: The "Language Functions" section in lesson 4 teaches one kind of speech act; i.e. granting / rejecting a request, which can be considered as part of the speech act of "requesting". However, what has been neglected is that students have not been introduced to different ways of making a request; i.e. while they recognize the modal verbs "may", "could", and "can", they have not been taught how they can be used to make requests. It is only logical that
THEORY AND PRACTICE IN LANGUAGE STUDIES 353
students be taught different ways of making a request before being introduced to the kinds of responses that they can give to a request. Lesson 5: While identifying is considered as a speech act, due to limiting it to appearance and dress, its scope is narrow here. The first three dialogues present situations in which it is presumed that a number of people are all in the same place and one person is asking the other to tell him/her which of the people present in their immediate environment is the one he/she is trying to find. The sentence said in response to their question is one that includes the definite article "the" as in "She"s the tall woman", which is the case when the respondent is identifying the target by their appearance. In the case of identifying the target by their dress, the respondent uses the present continuous tense as in "He"s wearing a white shirt / glasses / a hat". No explanation has been given in this regard.
The "conversation in context" is different from the first three dialogues in that it is more about describing a person"s looks in general rather than identifying them in the immediate environment of conversation. This is clear from the absence of the article "the" in "He"s tall" rather than "He"s the tall boy.", and also the verb tense used in the question "Does he wear an overcoat?" rather than "Is he the one wearing an overcoat?". Moreover, "he"s very nice." is a statement that is describing a person in general, which has nothing to do with their appearance or outfit.
Lesson 6: The first three dialogues are describing a person"s looks in general. The aim is to distinguish between the adjectives that are used to describe males (i.e. good-looking) and those that are used to describe females (i.e. beautiful, attractive, and pretty) rather than teaching speech acts. In dialogues 4, 5, and 6 some physical attributes are discussed (i.e. age, weight, and hair color). These utterances perform the speech act of describing.
Lesson 7: Here, the speech acts of (polite) requesting and granting a request are taught. Granting a request can be considered as part of the speech act of requesting. The dialogues do not explicitly teach the grammatical patterns often used in polite requests (Will you + do something (imperative) + please? / would you + do something (imperative) + please?), which could be confusing to students.
Lesson 8: The dialogues in this section are comprised of a set of questions and answers. The aim is to teach the name of countries and nationalities rather than speech acts. This is evident from the table that immediately follows the three dialogues. In the table, a list of countries is given. In front of each country, the respective nationality is presented.
Lesson 9: The dialogues in this lesson aim to demonstrate how English can be used to do shopping and what some of the common expressions in this situation are (Can I help you?, How much is it?, I"ll take it., Anything else?). The problem with both dialogues is that they are truncated and are unlikely to happen in the real world in the way they are presented. For instance, in the first dialogue the shopper buys the dress without first trying it on. The rate used in the dialogue (tomans) suggests that the conversation is taking place in Iran. Clearly, English is not commonly used in Iran in such a situation, which fails to show why learning English can be useful. Moreover, the way an English speaker does shopping and the kinds of expressions used by both the buyer and the seller are determined by the culture they belong to. This issue needs to be addressed in the textbook. Since the textbook has not been updated for a long time, the price suggested for the dress (400 tomans) is no longer believable.
The second dialogue may seem unnatural for an Iranian reader. Since the store likely has dozens of models, "How about this one?" is highly unlikely to be said in a real situation. Being detached from reality can be demotivating for learners since they fail to illustrate a realistic use for the language that is being learned.
The results of this study suggest that there are mismatches between the actual content of the textbook and what the students perceive to be motivating and useful in the learning of English. These results can be useful to textbook designers who are willing to consider the perceptions of learners in the possible future revisions of high school textbooks. It can also give language teachers at high school level some insights about what their students perceive to be effective in the learning of English, and to what aspect of language they need to allocate more time in order to compensate for the shortcomings of the textbook. The results of the study would still be valid in the event of high school textbooks undergoing revision in the future, since the results reflect the preferences of learners which could be compared to the content of the revised textbooks, or may even be taken into consideration in future revisions.
